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Abstract 
English teachers in Europe are educated in a variety of institutions and by wide range of curriculum models. 
Nevertheless, these institutions face similar challenges and one of the biggest seems to be how to bridge the gap 
between theory and practice. Teacher education institutions in Macedonia follow the global trends of moving on the 
way towards a common European Higher Education and Research Area. However, in spite of these positive 
influences that yielded in a shift from traditional teacher-centered into a modern student-centered English classroom, 
in Macedonia, on a state level, one very important thing has not changed much: the English language teachers that 
earned their qualifications 20 years ago and those graduating today seem to lack practical work. This paper seeks to 
find an answer to the question whether one-month certificate in teaching English to speakers of other languages 
(CELTA) training can make up for the deficit of practical work in the regular teacher training curricula? If this is true, 
why not incorporate CELTA or elements of it into the curricula? Or why not, modify the syllabuses of some courses 
that directly prepare future English teachers to be more CELTA like?  
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1. Introduction 
 
English teachers in Europe are educated in a variety of institutions and by wide range of curriculum 
teacher identity, how to bridge the gap between theory and practice, how to find the balance between 
subject studies and pedagogical studies, how to contribute to a higher status of teachers and how to 
prepare teachers for the needs of pupils in the 21st 
Klink, 2008, p.227). 
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The curriculum designs differ in different countries because they are based on different educational and 
political systems and also reflect some cultural issues. The comparative study of European systems of 
teacher education done by OECD in 2005 shows that the national government can influence the system 
by defining the outcomes and it is up to the teacher education institutions to make their own decisions 
 
 
If we want to compare teacher education in Europe for the last 20 years, some important characteristics 
can be identified: teacher education is an integral part of higher education and research sectors, higher 
education is on the way towards a common European Higher Education and Research Area (Bologna 
Process) and consideration of these issues should also be seen as important from global point of view. 
(Zgaga, 2008) 
 
Teacher education institutions in Macedonia follow these trends. Reforms have been made in both state 
and private universities in order to address the most important factors in the implementation of the 
Bologna Process, such as mobility, employability and quality assurance. In the country, which has been 
going through turbulent transitional period in socio-economic and political areas besides the reforms in 
the educational system, the education of English teachers (ELT) has always been a step ahead from the 
other disciplines in terms of the methodology of teaching. This was a result from the greater influence 
from the English speaking countries through their diplomatic and representative offices, which used to 
have language officers in charge of promoting the art of ELT through various activities, the publishing 
houses that offered the most up to date materials in this field and the greater mobility of both the English 
teachers and the students that were being prepared to become English teachers. 
 
However, in spite of these positive influences that yielded in a shift from traditional teacher-centered into 
a modern student-centered English classroom that further gave way to wide popularization of the English 
language among all generations and better command of it, on a state level, one very important thing has 
not changed much: the English language teachers that earned their qualifications 20 years ago and those 
graduating today seem to lack practical work. Now, with the change into 3+2 year system, with English 
teachers ready to go and teach after completing 3 years of studies and the reduction of curricula, this issue 
might be even greater than before. 
 
That this is a concern that has a wider range, shows the fact that the Department of Education at the 
University of Newcastle in England designed a New Teacher in School  (NTIS) course for teachers in 
their first and second year of teaching which can be seen as a response to a renewed call for a sustained, 
continuous program of learning for all new teachers, which stretched across initial training and induction 
and which continued  British 
government White Paper (Oberski, Ford, Huggins and Fisher, 1999).  
 
1.2. English teachers at the Language Center, South East European University and CELTA 
 
The Language Center (LC) at the South East European University (SEEU) at Tetovo, has about 30 
English language teachers. 2 years ago, the university introduced teaching observation scheme in order to 
improve the quality of teaching. It aimed to make a difference to the quality of learning and teaching and 
not merely be a management tool. This again mirrored the approach recommended for teacher training in 
Macedonia where the way that evaluation results were used was seen as crucial for the acceptance of 
quality control within a system  (Henshaw, Kareva, 2008 in Hudson and Zgaga, 2008, p.273).mThe 
feedback from these observations from the previous academic years shows that the majority of the 
English teachers at the SEEU Language Centre, with the exception of 2 who have obtained their ELT 
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(Certificate of English Language Teaching for Adults) training, did not have quite satisfactory comments 
about their t
recommendation to do CELTA training. 
 
CELTA is an initial training course in English Language teaching. It is one of a number of Cambridge 
ESOL certificates and diploma
course for applicants with no previous experience. It may also be suitable for applicants with some 
experience but little formal training in the field of ELT. It is also suitable for people who have already 
taught English but have no formal teaching qualifications and teachers of other subjects who wish to 
retrain as English language teachers. Although designed for native speakers of English, it is also open to 
non-native speakers wh
web site) 
 
Now, some very interesting questions arise from their observation reports: can really a one-month 
CELTA training make up for the deficit of practical work in the regular teacher training curricula? Or 
more exactly, does CELTA improve the teaching ability of the teachers as reflected in the performance of 
students on the exam? If this is true, why not incorporate CELTA or elements of CELTA into the 
curricula? Or why not, modify the syllabuses of some courses that directly prepare future English teachers 
to be more CELTA like?  
 
2. The Research  
 
We try to find the answers to these questions by analyzing and comparing the results of the final exams of 
the sections of Basic Skills English from the winter semester 2008/2009 academic year, taught by 
teachers that have CELTA and teachers that do not have CELTA.  
 
Basic English Language courses are obligatory for all students at SEEU in their first year, no matter what 
they study. Their level is determined based on the results from the matura exam (for those who chose 
English as an external subject). Students that did not have English in the matura exam, take an 
institutional placement test before they are placed in a certain level. 
 
The tests for the final exams for all levels of Basic Skills English are quite objective, since they are the 
same for all sections of one level. All the teachers teaching a level decide on the content of the exam and 
they take part in its creation, but only one, the coordinator, knows how the complete exam looks like. 
 
 
Then, also, by checking the observation reports of CELTA holders, one is able to see whether this course 
can guarantee good teaching. Based on the feedback teachers have received from observations, some 
conclusions can be drawn about the teaching practices these teachers demonstrate. If these teaching 
practices are mainly positive with all of them, then it clearly means that it is worth considering CELTA as 
a part of regular curricula of English Teacher Education. 
 
2.1. Results and interpretations 
 
Values of average results on final exams per levels compared to the values of sections taught by CELTA 
teachers are shown in the following table: 
 
Table 1. Comparison of values of sections taught by CELTA and non-CELTA teachers 
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 Other sections   CELTA 
taught 
sections 
  
 sample mean standard 
deviation 
sample mean standard 
deviation 
Level 1 15 59 0.16 2 60 -0.5 
Level 2 17 57 0.65 6 58 0.15 
Level 3 20 54 -0.87 5 56 0.1 
Level 4 17 58 0.08 2 61 0 
 
Results are combined across all levels as there are few cases per level for individual tests to be 
statistically appropriate. It reduces the reliability of the results as revealed by the shrinkage of the 
confidence interval. Nevertheless the 95% confidence interval for CELTA is still wide enough to contain 
the entire interval for the Non-CELTA teachers. Statistically, there is no difference shown between the 
exam scores of students taught by CELTA trained and non-trained teachers. 
 
Several sources of threats to the internal validity of this approach can be identified. The comparison 
would be valid only if both groups are similar in every respect except for CELTA training for one group. 
A more valid procedure would be to compare the scores of these teachers before and after CELTA 
training. 
 
It is also important to control for differences among students being taught  ideally, both groups should be 
given randomly selected students from the same faculty/department who are otherwise similar and are 
taught under similar circumstances.   
 
Analysis of the observation reports of CELTA trained teachers showed that they all demonstrated good 
teaching practices. The observation reports contain 5 different sections: teaching, learning, classroom 
management, use of resources and monitoring student progress. Every single component can be evaluated 
with 5 grades that very from unsatisfactory to outstanding. All these teachers had average scores on their 
observation reports that were higher than good.  
 
However, some of the non CELTA trained teachers had also high grades on their observation reports, 
which means that this measure could not give us reliable results about whether it was this training that 
helped them become better in teaching. It could also be their experience, or other types of professional 
development, or the very observation process and the feedback they were getting from it that helped them 
improve their teaching. 
 
3. Recommendations 
 
Taking into consideration that the CELTA course is not free of charge and it requires a complicated 
admission administrative procedure, it seems that introducing it at English Teacher Training Departments 
is not feasible.  
 
Instead, some other ways of providing practical experiences to future teachers should be provided. One of 
the most common ways to prepare student teachers for practice is organizing teaching practice at schools.  
The importance of this practical experience is that it provides student-teachers with opportunities to make 
connection between the content of the methodology courses they have studied at university and its 
applications for classroom teaching. 
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However, as Baniabdelrahman (2004) sates, little information is available on practicum supervision of 
student teaching in EFL. There is a need in the field for a body of knowledge on how the supervision of 
student-teaching is conducted, how it should be conducted, and how it affects EFL student-teachers 
performance in teaching English if we want to produce really qualified teachers, ready to start teaching at 
schools immediately after graduation and avoid only mechanical completion of this practice.  
 
The literature recognizes the importance of the practical component of English Teacher Educat a 
pivotal event for pre-service teachers to develop their 
professional competence and experience the transition from being students to teachers Boz and Boz 
2006; Yan and He 2010, in Xuesong and  Bensonb, 2012, p. 126). However, at least in Macedonia, very 
little attention is paid on it and it results, as stated by the same authors, in a messy  experience that does 
not fully prepares students teachers for their future teaching profession. This is especially true for the 
private universities, which usually do not have the necessary support from the government for free access 
to schools where this practice can be done. 
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